parents (Crellin et al. 1971 , Pringle 1967 , Seglow et al. 1972 . Similarly, when identical twins are reared apart, the one brought up in a more favourable environment has a higher score than his less fortunate identical twin. Another source of underdeveloped talent is among girls, many of whom leave school early although they have the ability to proceed further (Early Leaving, Report by the Central Advisory Council for Education. HMSO, 1954) .
Before the problem of under-achievement can be tackled an exact estimate of its size must be made and the various remedial methods evaluated. It is also necessary to study those able children confounding prediction who do well despite a bad home or school. The emphasis has been on failure far too long, and the opportunity to learn from children who do well despite adverse circumstances has been relatively neglected.
Opinions differ as to whether more children should be given an equal educational chance, or whether special attention should be given to the very able. The conflict may be more apparent than real, due to the mistaken belief that all men are born equal despite the evidence of enormous disparities in physical and intellectual ability found in all walks of life. An equal opportunity is the right of every child but to expect an equal capacity to use it runs counter to commonsense and experience. It may even be harmful because such expectation is bound to give rise to a sense of failure. Our aim must be to find a framework which provides a democracy of opportunity while ensuring at the same time an aristocracy of achievement. Other Social Factors I want to discuss how far the standard of achievement of pupils is influenced by the kinds of school they go to and the quality of teaching they receive. Put another way, what evidence is there that increased expenditure on teaching facilities, on improving the pupil-teacher ratio, on improving the curricula will reduce the inequalities that exist between the educational opportunities of children coming from different types of home? It may seem to many self-evident that if more money and effort are focused on the education of children who are at present relatively deprived, inequalities will be reduced or eliminated. This however has not always been the result of improvements in the provision of medical care. For example, at the turn of this century it seemed certain that by improving the maternity and child welfare services, social class differences in infant mortality would be reduced and mortality in the poorer groups would be reduced to levels approaching that of the rich. The course of change was very different. Mortality fell in all social classes, but in relative terms the social gap in infant mortality rates widened rather than diminished. The reasons are various and complex. The speed with which effective medical aid is obtained varies with the mother's ability to judge when an infant is seriously ill, her relations with the family doctor, and the services available in the area where she lives. And as more effective therapy is introduced so early diagnosis and treatment become more important and those who are capable of making the best use of the care available are at an increasing advantage.
There is likely to be a close parallel to this in the educational system. The Committee on Higher Education (1963) noted that although there had been an increase in the total number of university students, the proportion coming from working class homes had not changed. A pupil's ability to use the existing educational system to best advantage depends to a large extent on his parents' own educational experience, their knowledge of the system and their educational ambitions for their child. The parents and schools that are the most aware ofwhat is available will provide the best opportunities, but the parents of the children we are most anxious to help have no personal experience of education beyond 15 years and their educational ambitions fall below their children's ability.
Nursery education is seen by many as the solution to the problem on the assumption that by admitting middle class and culturally deprived children to the same nursery class, the latter gain most benefit. It is doubtful if this is so. For example, Bereiter and Englemann devised a system ofsequential teaching to provide preschool children from deprived homes with the language skills necessary for school: describing objects and deducing relationships. Underprivileged children taught by this method scored significantly higher in reading, spelling and arithmetic tests at ages 4-5 than another group of deprived children who had attended nursery classes where emphasis was on educational games.
This excellent result has, however, to be set against the performance of middle class children of the same age who, after a course of sequential teaching, scored significantly higher in the same tests than middle class children who had spent two years in a Montessori school (Bereiter 1968 ). The gains of the middle class children were as great as the gains of the deprived. If indeed nursery school programmes benefit children from all home backgrounds, even the most favourable, it would be difficult to justify a policy of nursery school provision that does not apply equally to all sections of the infant population.
The outstanding question about nursery education is whether the benefits are permanent or transient. In a relatively small group of children, born 1946, from the National Survey of Health and development who went to nursery schools or classes, there was evidence at age 8 of a gain in reading ability which had, however, vanished by age 11. At 15 the reading performance of these children had fallen below expectation (Douglas & Ross 1964) . While this evidence of the relatively short lasting effect of nursery education is based on small numbers of children, who moreover may have been highly selected in the first place, it fits with more recent American experience.
I now want to mention briefly some of the findings of the National Survey, a study of 5000 young people born in the first week of March 1946 whose school careers have been recorded in detail. For instance, one might expect a correlation between the quality of primary and secondary education, and the academic achievement of pupils, but this is difficult to demonstrate. One might expect children from large families, who tend to have relatively low measured ability and restricted vocabulary, to gradually approximate to children from small families during their time at school. but this is not so. One might also expect boys who have a long record of unpunctuality, truancy and inattentiveness in class to show increasing deterioration in attainment as they passed through school, but their deficiencies in attainment tests were as great at age 8 as at 15. Perhaps in both instances the problems arose in the pre-school years and were fixed by the time the children reached school ).
There is little doubt that the organization of schools has a considerable effect on achievement. Children who in the early years at primary school are in a low stream do less well in succeeding years than children of similar ability in a higher stream. There are fewer changes of stream than would be expected and the children seem to conform to the expectations, whether high or low, oftheir teachers.
Further evidence of the importance of the quality of schooling comes from comparing the achievement of children from areas of the country which provide widely different educational opportunities. In 1957, when this group were moving from their primary to their secondary schools, the majority were in education authorities which had a selective system. The proportion reaching selective schools varied greatly between areas, some providing selective places for less than 10% and others for more than 30%. The ability of the pupils in these areas bore little relation to the places provided. In areas where selective school places were in good supply there was little evidence of social selection for grammar schools once measured ability and attainment were allowed for. But where selective places were in short supply the upper middle class children got as many grammar school places as would be expected from their ability whereas the lower manual working class got only half as many as would be expected. The later achievement of these children shows the persisting effect of local variations in education provision. In the areas which provided few selective school places, only 73% of the pupils who from their attainment scores at 15 would have been expected to enter full time higher education actually did so, whereas in the areas which provided a high proportion of selective places 14% more than expected started full time courses.
It is often taken for granted that the existence of independent schools adds to the inequalities of education in this country and that a relatively small proportion of the school population is buying advantages that are not available to the rest. That the existence of the independent schools helps to maintain social differences is undoubted but there is less evidence of their effect on differences in educational achievement. The independent schools include a great variety of institutions ranging from those with the highest academic reputation to those which have little to offer but social exclusiveness. Among the boys schools, those represented on the Headmasters Conference (the Public Schools) have a high reputation, and the academic achievement of their pupils is compared below with that of pupils at maintained schools.
Comparisons between the performance of boys at public and maintained schools are misleading if they fail to take account of the boys' ability and the family background. In the following comparisons, therefore, I have taken only upper middle class boys and have divided them into those with scores in ability and attainment tests at age 15 of 107-114 and 115+ (upper middle class is defined as families who have been middle class for two generations or more, and in which at least one parent has had secondary education). Below the level of 107 there were too few boys at public schools to make comparisons worthwhile. This rough control on family background and ability still leaves the public school boys with a considerable advantage over those at maintained schools.
In Table 1 the educational achievements in three types of school of upper middle class boys are compared with ability and attainment scores of 115 and above. The proportions gaining GCE qualifications, the grades and levels obtained and the proportions entering higher education are closely similar in each of the three types of schoolpublic, direct grant and grammar. The highest grades in A level are obtained by the boys from direct grant schools; this, however, might well be a chance effect. The only statistically significant difference is the higher proportion of public school boys who take A levels in Arts subjects only.
In the lower level of ability range, roughly corresponding to the borderline level of acceptance at selective schools, direct grant schools are not represented as they provided only one pupil of this ability. It was expected that at this borderline level the public schoolboys would be at an advantage, but this was not so. A high proportion left school before they finished their GCE course and obtained their A or 0 levels at crammers or technical colleges. In this the public schools are similar to the secondary modern. Otherwise the GCE performance is closely similar to that for boys at grammar schools or at all maintained schools and the proportion of public schoolboys of this borderline level of ability entering full time education is below that of those at maintained schools.
Similar comparisons between boys at other independent schools (i.e. not Headmasters Conference schools) and maintained schools, and between girls at independent and maintained schools, show that maintained schools are academically more successful than independent schools, once allowances have been made for ability and family background. In seeking inde- *Passes in at least 4 subjects covering 3 of the 4 main academic fields *Percentage of those with A levels pendent education for their children, upper middle class parents do not seem to be getting any higher level of academic achievement for their children than would have been obtained in the maintained schools, and it seems that the controversy about the public schools concerns politics rather than education.
The theme of this contribution has been the difficulty of tailoring education to meet special needs, whether of the 'deprived' or the 'advantaged'. It might be better to direct our efforts towards eliminating inequalities in the educational provision available in different parts ofthe country rather than tinkering with the existing system in an effort to provide additional services for special groups.
Sheffield, SJO 2TH)

Under-achieving Children Destined for Fame
When parents tell me about the abominable behaviour of their dreadful children I often think that it helps to reassure them that the behaviour is perfectly normal. When parents complain to me about their apparently intelligent child doing badly at school, or being late in talking or reading or spelling I might tell them about famous people who had the same problem.
Volta and Einstein caused much anxiety by lateness in learning to talk. Claude Bernard did badly because he thought that all reading was a sheer waste of time. Paul Ehrlich was a bright boy but was dreadful at German composition and as a result nearly failed to get into a university. Dr John Hunter was described as being 'impenetrable to anything in the way of book learning'; he was 'a hopeless dunce'. Carl Jung was particularly stupid in mathematics, as was Adler, who nearly as a result became a cobbler. Sir James MacKenzie and Sir William Ross were regarded as dunces in school. Gregor Mendel twice failed an examination to give him a teaching certificate. Charles Darwin was told by his father: 'You care for nothing but shooting, dogs and rat catching. You will be a disgrace to yourself and your family'. Thomas Edison was emotionally disturbed because he was always at the bottom of his class. Albert Einstein was refused admission to the polytechnic at Zurich. Galileo was refused a doctor's diploma at Pisa. Isaac Newton, at Grantham Grammar School, was for a time bottom but did eventually improve. James Watt was 'dull and inept'. Edouard Manet caused his father, who was a judge, considerable anxiety because he, Edouard, was so deplorably inattentive. Pablo Picasso had trouble with mathematics and it is said that he could never remember the sequence of the alphabet. Gauguin was completely indifferent to lessons. Auguste Rodin failed three times to get into a school of fine arts and his father said, 'I have an idiot for a son'. Hans Christian Andersen and Honor6 de Balzac were both renowned for their day dreaming in class. George Borrow was described as 'dull witted and slow of comprehension'. Jean de la Fontaine was described as 'a hopeless dunce'. Oliver Goldsmith earned the description of 'a stupid heavy blockhead little better than a fool, whom everyone made fun of'. Sheridan by common consent was 'an impenetrable dunce' and Leo Tolstoy was 'both unwilling and unable to learn. Emile Zola at the lycee secured a nought for literature. Beatrice Webb alone of the nine daughters caused anxiety and her father said: 'She is the only one of my children who is below the general level of intelligence'. Heinrich Pestalozzi was a clumsy boy with bad spelling and bad writing, hopeless at mathematics and his teachers confidently predicted failure. Ernest Bevin did badly at school and no one thought he would be anything more than a manual labourer.
Mathematics was a source of woe to many children who were destined for fame. It is said that Lord Northcliffe was 'defeated by the simplest exercise in mathematics'. Gandhi 'had more difficulty in mastering multiplication tables than in learning naughty words for his teacher'. Incidentally, he stole money for cigarettes. Carl Jung said that 'mathematics classes were sheer terror and torture to me'. I like the words in Paul Nash's autobiography (1948) about his mathematics. He said 'My teachers were in despair. I think I must have been given marks for sheer perverse ingenuity. I have seen mathematics teachers reduced to a sort ofawe by my imbecility'. Dr John Hunter was not able to read until he was about 18, despite all efforts from numerous
